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ABSTRACT
TEACHERS CAN DEVELOP A POSITIVE SELF-CONCEPT
IN STUDENTS, THEREBY EHHANCING THE STUDENT'S
ACADEMIC ACHIEVEMENT
Delton G. Stanford, B.S., University of Maryland (ES)
M.A., Pace University, Ed.D., University of Massachusetts
Directed by: Harvey Scribner, Ph.D.
The purpose of this study was to determine whether the self
concept of students can be enhanced and their academic achievement
improved as a result of their major subject teachers (Mathematics,
Science, Social Studies, and Language Arts) being exposed to certain
educational modifications, principles and techniques designed to
purposely enhance the self concept of their students. In addition,
the study was intended to investigate the relationship between self
concept and academic achievement. Also the relationship between the
number of days absent and academic achievement and the number of
days absent and self concept were investigated.
The data for this investigation was collected using six intact
classes from a junior high school located in a low socio-economic
district in New York City. The student population of two hundred
and fourteen and their major subject teachers were separated into
three groups: (1) Control; (2) Partial Experimental; and (3) Experi-
mental. The major subject teachers of the partial experimental and
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the experimental groups were exposed to a series of twenty-four,
forty-minute workshop sessions over a period of seven months. The
workshop sessions were organized around the following six factors of
classroom environment: (1) Control; (2) Respect; (3) Challenge;
(4) Success; (5) Warmth; and (6) Freedom. Used in conjunction with
the six factors of classroom environment were six activities: (1)
Text: Value Clarification and 100 Ways to Enhance Self Concept in
the Classroom ; (2) Interaction-Discussion Groups; (3) Classroom
Writing Assignments; (4) Value Clarification Exercise; (5) Role
Playing Activities; and (6) Self Confrontation Exercise.
The research design for this study was quasi -experimental
.
The control and experimental groups naturally intact classes with
no randomization. The instruments used to assess changes in self
concept and academic achievement were the Pier-Harris Self Concept
Test titled "The Way I Feel About Myself," and the Metropolitan
Achievement Test form JH. The Pier-Harris test consisted of eighty
items to be administered in group form in fifteen to twenty minutes.
The Metropolitan Achievement survey given consisted of Mathematics,
Language Arts, Science, and Social Studies.
The following hypotheses were tested to determine the effects
of the teacher centered self concept curriculum on the self concept
and academic achievement of their students:
Hypothesis I
There will be no significant difference in the academic
achievement mean scores of those students of teachers exposed to
V
the teacher centered self concept curriculum as compared to those
students of teachers not exposed to the curriculum.
Hypothesis II
There will be no significant difference in the self concept
gain scores of those students of teachers exposed to the teacher
centered self concept curriculum as compared to those students of
teachers not exposed to the teacher centered self concept curriculum.
Hypothesis III
There will be no significant difference in the post self con-
cept scores of those students who display a high absentee rate as
compared to those who display a low absentee rate.
Hypothesis IV
There will be no significant difference in the post academic
scores of those students who have a high absentee rate as compared
to those who have a low absentee rate.
Hypothesis V
Students displaying a high self concept will not show a sig-
nificantly higher level of academic achievement than those who dis-
play a low level of self concept.
With respect to Hypothesis I and II, to determine what differ-
ence, if any, existed after treatment in the academic achievement
mean scores and the self concept gain scores of those students of
teachers exposed to the teacher centered self concept curriculum as
compared to those students of teachers not exposed to the curriculum.
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the results showed a significant difference in favor of the experi-
mental group. The null hypotheses were therefore rejected.
Hypotheses III and IV were tested to determine the effect of
absenteeism on self concept and academic achievement. The results
of the analysis showed a significant relationship between absenteeism
and self concept and academic achievement. Those students who dis-
played a lower rate of absence tended to have a higher self concept
and academic achievement. The null hypotheses regarding absenteeism
were rejected.
With respect to Hypothesis V, a significant difference was found
to exist in the academic achievement of those students who displayed
a high level of self concept as compared to those students who dis-
played a low level of self concept. The null hypothesis regarding the
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General Statement of the Problem
If a child lives with criticism,
he learns to condemn.
If a child lives with hostility,
he learns to fight.
If a child lives with fear.
He learns to be apprehensive.
If a child lives with pity,
he learns to feel sorry for himself.
If a child lives with ridicule,
he learns to be shy.
If a child lives with jealousy,
he learns what envy is.
If a child lives in shame,
he learns to feel guilty.
If a child lives with encouragement,
he learns to be confident.
If a child lives with tolerance,
he learns to be patient.
If a child lives with praise,
he learns to be appreciative.
If a child lives with acceptance
he learns to love.
If a child lives with approval,
he learns to like himself.
If a child lives with recognition,
he learns that it is good to have a goal.
If a child lives with sharing,
he learns about generosity.
If a child lives with honesty and fairness,
he learns what truth and justice are.
If a child lives with security,
he learns to have faith in himself and in those about him.
If a child lives with friendliness,
he learns that the world is a nice place in which to live.
If you live with serenity,
your child will live with peace of mind.
With what is your child living?
Dorothy Law Notle
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2Historically, educational goals have tended to fluctuate from
emphasis solely on cognitive outcome to major concern with social
and affective ones (Shavelson, Hubner and Stanton, 1976). The em-
phasis on achievement early in this century was followed by a shift
in the 1930s to the comprehensive high school with its social and
affective concerns (Aiken, 1942). With the intervention of the
space programs and Sputnik, a rapid and dramatic re-emphasis on cog-
nitive outcome (Brumer, 1970) was initiated. From this evolved the
current trends which seem to be moving toward emphasis on "humanis-
tic" aspects of education.
The sharp increase in the number of studies on self-concept
(Collier, 1971; Purkey, 1970; Yamamoto, 1972; Zirkel, 1971) is a
reflection of the re-emphasis on non-cognitive outcomes of educa-
tion. In recent years sizable sums of money have been spent on
compensatory education programs, such as the Head Start Program
(Hopner, Stern and Nummedal
, 1971) and Title I of the Elementary and
Secondary Education Act of 1965. An objective of these programs
was the improvement of the self-image of the disadvantaged child.
According to Zirkel (1971):
"It has become increasingly clear in the light of
the school's attempt to serve the disadvantaged
that the schools have fundamental responsibility
to enhance the self-concept of their students."
Human beings tend to function on a conceptual level. In so
doing, they develop a series of attitudes, impressions, and cog-
nitions about themselves. Often these feelings are seen as highly
positive and serve to spur the individual to greater developmental
heights. All too frequently these conceptions of self are laden
with negative feelings which results in inertia and ultimate
deterioration of self.
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The children of the United States have educational opportun-
ities unknown to much of the world. Yet, one child in every four
who starts school does not finish the U.S. accepted minimum, a high
school education.
During the 1960s .5 million youngsters dropped out of school
(Silberman, 1970). Since drop-outs often have greater ability than
the average student in school, this attribution is squandering some
of the most valuable human potential of all, our youth.
One of the reasons children do poorly in school is a lack of
confidence in their ability. Somehow they have learned to define
a limitation about themselves which is often a gross underestima-
tion of their real capabilities. This may then be extended into a
negative self-concept which is manifested in an "I can't" attitude.
When a child has a poor self-concept of his ability to do school
work, the chances are he will do poorly. When he does poorly, it
confirms this self-concept, and the cycle is complete.
Extensive and critical research has been developed on positive,
healthy, and productive self-concept and its vital relationship to
human functioning. Research studies such as the ones conducted by
Hammachek (1965), Purkey (1970), Wylie (1960), Yamamoto (1972) and
Gergen (1971) have found a positive correlation between academic
achievement and various self-concept measures.
4Brookover (1967, 1964) found that a child's self-concept of
ability and his achievement in school are positively and highly
correlated--. 42 for boys and .39 for girls. Morse (1963) and
Haarer (1964) determined that self-concept of ability was a better
predictor of school achievement than I.Q. Therefore, if low self-
concept of ability is a product of the expectations and evaluations
of "significant others," a change in the expectations and evalua-
tions of "significant others" should result in change in self-
concept and in the limits of academic achievement.
Significance of the Problem
Large amounts of money are currently being expended on pro-
grams for low achieving, culturally-disadvantaged children. If many
of these children do, in fact, have low self-images and thus have a
built-in achievement limitation, as Brookover (1967) intimates, any
program that does not deal with improvement of self-concept will be
forced to operate within those limits set by self-concept.
Hamachek (1971) stated that in developing the child's self-
concepts, schools have failed to provide needed opportunities of
expression to assist the student to become an asset that will serve
the individual throughout life. Fink (1962) stated that educators
are beginning to glimpse the magnitude of self-concept and how it
plays a significant role in a child's development. It is important
to re-examine the practices and innovations of education, in light of
how they affect academic development of a student's positive or nega-
tive self-concept.
5It is imperative to find effective ways to improve self-
concept if any program is to succeed in enhancing academic achieve-
ment of students whose self-concept is low.
Caleb Gattegno (1970) states that the child enters school with
his psychological assets and liabilities coupled with all sorts of
ideas about himself and his abilities. In spite of the tremendous
influence of the primary home environment, the school has a greater
role to play. Next to the home, the school is the single most
important force in shaping the child's self-concept.
He also suggests that the primary task of education is to help
the growing individual understand and accept himself while providing
him with the means to meet the future.
The role of the school in the development and change of self-
concept is enormous. It dispenses praise and reproof, acceptance
or rejection on a colossal scale. Schools provide not only the
stage upon which much of a person's formative years are played, but
they house the most critical audience of all -peers and teachers.
Empirical and experimental data clearly indicate a direct relation-
ship between the child's self-concept and his manifest behavior per-
ceptions and academic performance. Lecky (1945) was one of the
first investigators to demonstrate that low academic achievement was
often due to a child's definition of himself as a non-learner.
Walsh (1950), Reeder (1955), and Buckley and Scanlan (1956) pre-
sented additional data to demonstrate that a person's self-concept
has direct bearing on his intellectual efficiency.
6Jeri11(J ( 1952) Stotod that the dovelopimMit of the Iridl vidunl 'i
concept of self hns l)ocn left lorgely to chnnce, and he ndded, there
is 0 Stfl(jqer1ng need for doing "sotnething" In our educatlonnl pro-
grmns to help students acquire realistic attitudes of se1 f-owareness
and occoptonce. It was Jerslld'i feeling that such emphasis on
humon relation In our schools would he an Involuohle aid to actuol-
Izatlon of lujtnan potential.
In light of the opinions expressed by the ninny authors above,
this writer has concluded that the key to school success and the
development of a positive self-concept, Is the classroom teacher.
The way the teacher becomes significant seems to rest upon two major
factors: (1) what he believes, and (2) what ho does. The teacher
Is endowed with the responsibility of evaluntint) each student's
wholeness. To do this he must become aware of each chllfl's strengths
and sensitivities. The teacher must be the facilitator, not the
Imparter of nil knowledge, if learning is to take place. The
teacher must create and encourage experiences tfint will help each
child understand himself accurately.
Purpose of tfie Study
Ihe specific purpose of tfils dissertation Is to determine
whether the self-concept of students can be enhanced and their aca-
demic achievement Improved ns a result of their teach(*rs being ex-
posed to certain (‘ducatlonal motllflcatlons, principles, and tecfinlgiu
designed to purposefully entiance tlie self-concept of t.heir students.
Selected mi’asures of self-concept of ability and academic achieve-
7ment will be used prior to, and following, treatment to the teachers
and the results will be analyzed regarding the changes that may
have occurred.
Hypotheses
This study is designed to test the following hypotheses:
1. That a relationship or correlation exists between self-
concept and academic achievement.
2. That students displaying a positive self-concept will show
higher levels of academic achievement than those with a
negative self-concept.
3. That students who possess a negative self-concept tend to
be under-achievers.
4. That students of teachers participating in the experi-
mental training sessions dealing vn’th the development of a
positive self-concept will show a higher academic achieve-
ment level than those students of teachers not exposed to
the experimental program as measured by the 1970 edition
of the Metropolitan Achievement Test form JH.
5. That students of teachers participating in the experimental
training session dealing with the development of a positive
self-concept will show a higher self-concept level than
students of teachers not exposed to the experimental pro-
gram as measured by the Pier-Harris Children's Self-Concept
Scale, "How I See Myself."
The writer further makes the following assumptions as a basis
for this study:
81. That a child's sense of himsel f-hersel f develops through
encounters with the environment, which consists of the Inter-
action between home, school, community, and that nature of
his/her self-image reflects the nature and the outcome of
those encountered. His Image of himself Is, therefore, a
complex composite (Interjection) of the attitudes, feelings
and opinions, expressed and unexpressed, of the significant
figures of his world.
2. That a significant proportion of Intermediate school stu-
dents are not achieving commensurate with their capacities.
3. That a negative self-concept Is a major contributing factor
In accounting for students not achieving their highest
potential level.
4. That self-concept Is reflected In behavior and can be
altered. Therefore, a negative self-concept can be altered
to a positive self-concept.
5. That teachers can alter a student's self-concept from nega-
tive to positive. Given the proper training, teachers as
"significant other" will be able to alter a student's self-
concept from negative to positive.
*The writer recognizes that there are many women teachers In the
nation's school systems. Therefore, the pronouns "he," "him," and
"his," except when referring to a specific person, are used through-
out this paper to mean "he/she."
9Limitation of the Study
This study is limitod for tho following roasons:
1. The sample is limited to students and teachers from one
I.S. school located in a low socio-economic district in
New York City.
2. The research will be limited to a study of teachers and
students for a period of from October through April of a
given year.
3. Students participating in this study will be limited to
the population of six official classes comprising grades
six, seven and eight.
4. Teacher participation in the study will be limited to the
major subject teachers (math, science, social studies,
language arts) of each official class.
5. Teacher participation will be further limited to one
forty-five minute training session per week per group.
6. The writer recognizes that there is no true scientific con-
trol group for this research because anything that may occur
could affect the student or teacher's negative or positive
self concept which may have a bearing upon the results of
the experiment.
Definition of Terms
For the purpose of clarification, terms which are frequently
used in this study are defined.
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Academic Achievement: As measured by the Metropolitan Achieve-
ment Test, Form JH.
Affective content : Refers to the feelings that are projected
along with the words.
Cognitive content : What the words objectively represent. It
refers to the language or thought that conveys what is happening
empirically.
Envi ronment : The area covered by the student's home, school
and community surroundings.
Self : In psychological terms, self has a variety of facets.
The author for the purpose of this paper will combine many of the
facets into two aspects. The first aspect can be looked at as
"Self-as-object" definition, as it conveys a person's attitudes,
feelings, and perception of himself as an object. That is, it is
as if one could stand outside of himself and evaluate what he sees
from a more or less detached point of view. In this sense, the
self is what a person thinks of himself. The second aspect is "self-
as-doer," in the sense that it includes active processes such as
thinking, remembering, perceiving, and achieving.
$el f-Concept : In spite of the imprecision and variability of
the informal and intuitive self-concept definitions, many self-
concept definitions overlap in various ways. By integrating various
features that are common to the many definitions, and by extending
the definitions that are consistent with current research, one can
begin to integrate self-concept interpretations.
nIn very broad terms, and for the purpose of this paper, self-
concept will be considered as a person's perception of himself.
These perceptions are formed through his experiences, and are in-
fluenced especially by environmental reinforcements and significant
others.
Self-Concept Negative : A negative self-concept as seen here is
exhibited by a person who has developed a lack of confidence in him-
self and his abilities to achieve; who finds little or no value or
worth within him.self; vyho is fearful and insecure in his social deal-
ings; who has feelings of inferior ways to vent his frustration and
gain recognition.
Self-Concept Positive : A person who perceives himself as a
value-worthy individual; who has an understanding and an acceptance
of himself, and others, and proceeds toward self-actualization.
Significant Other : An individual or individuals who have a nega-
tive or positive influence upon the self concept of another by being
supportive or non-supportive, friendly or unfriendly, kind or unkind,
or one who views the individual as being worthy or unworthy of dig-
nity, respect and love.
Validity :
1. Internal Validity - ask the question, did in fact the exper-
imental treatment make a difference in this specific experimental
instance?
The following classes of extraneous variables shall be con-
sidered relevant to internal validity:
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A. History, the specific events occurring between the first
and second measurement in addition to the experimental
variable.
B. Maturation, processes within the respondents operating
as a function of the passage of time (not specific to
the particular events), including growing older, growing
more tired, and the like.
C. Testing, the effects of taking a test upon the score of
a second test.
D. Experimental mortality, differential loss of respondents
from the comparison groups.
2. External Validity - asks the question of general izability:
To what population, setting, treatment variables, and measurement
variables can this effect be generalized? The following factors
shall be considered relevant to external validity:
A. The reactive or interaction effect of testing, in which
a pretest might increase or decrease the respondent's
sensitivity or responsiveness to the experimental
variables.
B. Mul tiple-treatment interference, likely tc occur whenever
multiple treatments are applied to the same respondent,
because the effects of prior treatments are not usually
erasable.
Plan and Content of This Dissertation
This chapter has presented the general statement of the problem
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and significance of the problem to be investigated. The purpose of
the study, hypotheses to be investigated, and definition of terms
have been outlined.
Chapter II contains a review of the literature related to the
investigation of the problem.
Chapter III contains methodological procedures used in the
testing of the hypotheses. This chapter also includes a detailed
description of the samples used in the study, a description of the
treatment and the research instrument.
In Chapter IV, an analysis of the data is presented and a de-
scription of the statistics used to test the hypotheses. An overall
comparision of the groups is made.
Chapter V concludes the study. The research findings and impli-
cations for further study are presented. Recommendations for addi-
tional studies are included as well as a reflection section in





Self-concept studies have become yet another vehicle by which
theorists and behavioral scientists attempt to measure and understand
individual behavior.
It is possible that our ancestors, huddled around a fire in some
forgotten cave, pulled their animal skins close around their shoul-
ders and passed the time thinking about their fears, their desires,
and how they felt about themselves. Later, with the advent of writ-
ten history, writers would describe this awareness of self in terms
of spirits, psyche or soul. During the Middle Ages the concept of
soul was further developed by theologians, who stressed its immor-
tality and superiority to the body in which it dwelled.
A turning point in man's thinking about his non-physical being
came when Rene Descartes wrote his Principles of Philosophy in 1644.
Descartes proposed that doubt was a principal tool of disciplined
inquiry, yet he could not doubt that he doubted. Other philosophers
of this theory, among them Spinoza and Leibnitz, added their ideas
about the mystery of the non-physical aspect of man. Terms such as
mind, soul, psyche, and self were often used interchangeably. For
the most part, a general state of confusion in regard to the concept
of self existed into the present century.
Significant in the quest for understanding internal processes
was the voluminous writing of Sigmund Freud from 1900 to 1938. Freud
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gave attention to the self under the concept of ego development and
functioning. This concept of ego was given increased attention by
his daughter Ann in 1946, who built a respected place for it in
therapy. Munroe (1955) suggests that Freudians and neo-Freudians
generally hesitated to make the self a primary psychological unit
or to give it central importance in their theoretical formulations.
Fine (1961) summarized the views of Sigmund Freud and after him
Abraham H. Maslow, whom he considered as two pioneers in the field
of self and gave us much of what we know today about the development
of the self. According to Fine, Sigmund Freud distinguished between
the id, ego, and superego. He characterized the id as consisting
of blind, primitive impulses, i.e., sex, hostility, etc. The ego
was seen by Freud as an agency that reconciles the claims of the id
with reality and the superego as an active conscience indicating
right and wrong.
Fine further reported that, according to Freud, the id, ego and
superego are factors dominant in human confict. Claims of the id
and superego are subjected to pressure from both sides. Beyond serv-
ing as an umpire among the forces of the id and superego, the ego
acts as an executive agent, setting goals, making and keeping prom-
ises, discharging obligations, etc. Consequently, it was Freud's
theory that it is through the ego that the individual becomes an
effective, reliable, relatively autonomous, human being.
Engle and Shell grove (1969) concurred with Freud's theory by
stating "the individual's self-concept governs to a large extent how
16
he behaves." There is a strong tendency to do things that agree
with, support or reinforce the ego.
Fine's observation also noted that according to Abraham Maslow
(1943), as precondition before the need for self-actualization can be
realized, all people of our society have a need for a stable, firmly
based high evaluation of themselves, for self-respect, or self-
esteem and for the esteem of others. He classified the self esteem
needs into two categories:
1. The desire for strength, for achievement, for adequacy,
for confidence in the face of the world, and for freedom
and independence.
2. The desire for reputation, prestige, recognition, attention,
importance, or appreciation.
He also noted that satisfaction of the self-esteem needs leads
to feelings of self-confidence, worth, strength, capability, and
adequacy of being necessary to self and in the world. On the other
hand, thwarting of these needs produces feelings of inferiority, of
weakness, and of helplessness.
Following a hectic period of theory building, most psycholo-
gists rallied around certain systems and organized schools which
were characterized by ardent advocacy of their own theory. Freudian
psychologists emphasized unconscious motivation, introspectionists
defended the process of introspection as a way of exploring con-
sciousness, gestalists believed in the value of insight and stressed
the selective perceiver, and the behaviorists attempted to cancel
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out all other schools by claiming that all systems except their own
studied consciousness while only a person's tangible, observable
behavior was fit for scientific inquiry.
The behaviorist, J. B. Watson, was influential in redirecting
attention to observable stimuli and response, and the inner life of
the individual was labelled as beyond the scope of psychology. The
self as a psychological construct was pushed into limbo along with
such internal constructs as mind, consciousness, and awareness. Dur-
ing the period from the 1920s through the 1940s, the self received
little attention from behavior-oriented psychologists who dominated
American psychology.
Emphasis on the self declined as a concern of American psychol-
ogy and educational institutions during the first half of this
century. There were a few exceptions to this general neglect. Such
noted authors as George H. Mead (1943) made the concept of self a
major part of his theoretical writing on the philosophy of society
and described in detail how the self is developed through trans-
actions with environment. Lewin (1935) viewed the self as a central
and relatively permanent organization which gave consistency to the
entire personality. Prescot Lecky (1945) contributed the notion of
self-concept in counseling interviews and argued that philosophy is
a process of changing the self-concept. Hilgard (1949) defended the
thesis that all defense mechanisms imply a self-reference, and that
the self can be a unifying concept in problems of motivation.
Gordon All port throughout his career emphasized the importance of
18
self in contemporary psychology and argued for a purposeful, rational
man, aware of himself and controlling his future through the aspira-
tions.
Among the most consistent in objecting to behaviorism were the
clinical psychologist who found the tenets of behaviorism too narrow
and passive to account for most human behavior. Among the eloquent
and influential voices was that of Carl Rogers. In a series of lec-
tures, books, and articles (1947-1965) he presented a system of
psychotherapy called "non-directive," which was built around the
importance of self in human adjustment.
Another notable influence in reintroducing the concept of the
self into psychology and education was the writings of Combs and
Snygg (1949-1959). They proposed that the basic drive of the
individual is the maintenance and enhancement of the self. They
further declared that all behavior is dependent upon the indivi-
dual's frame of reference.
The past few years have given an enthusiastic rebirth of
interest in internal and intrinsic motivating forces and cognitive
and symbolic processes, with particular reference to the dynamic
importance of the self. The research and writing of Brookover and
associates (1959-1970), Hieder (1958), Patterson (1959-1961), Combs
(1965-1969), Diggory (1966), Coopersmith (1967), among others, have




Theorists appear to vary considerably on how the self concept
develops, but most agree that every individual has a self concept.
Further, they seem generally to accept the theory that self concept
does not exist at birth, nor does it appear to be a result of simple
maturation. Most theorists view the self concept as a developmental
process that is essentially molded as the individual interacts with
his social environment.
In psychological terms, self has come to have two distinct mean-
ings. The first meaning can be looked at as self-as-object, as it
conveys a person's attitudes, feelings, and perceptions of himself.
This meaning evaluates what he sees from a more or less detached
point of view. The second meaning is sel f-as-doer, in the sense that
it includes active group processes such as thinking, remembering, and
perceiving.
Acquiring a self-concept involves a slow process of differ-
entiation. As a person gradually emerges into focus out of his total
world of awareness and defines progressively more clearly just who
and what he is, his self-concept becomes distinct. Jersild (1952)
defines sel f as
:
"A person's self is the sum total of all he can call his.
The self includes, among other things, a system of ideas,
attitudes, values, and commitments. The self is a person's
total subjective environment; it is the distinctive
center of experience and significance. This constitutes a
person's inner world as distinguished from the outer world
consisting of all other people and things."
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Jersild {I960) pointed out that "the child from an early age. with-
out being deliberate about it. acquires ideas and attitudes about
himself and others. These are woven into the pattern of his
life
. . These concepts may be true or false, healthy or morbid.
In Rogerian theory, the self is a differentiated portion of the
phenomenal field and consists of patterns of perceptions and values
that are experiences as "I" or "me." Rogers (1951) describes his
point of view as follows:
As a result of interaction with the environment and
particularly as a result of evaluational interaction
with others, the structure of self is formed--an organized
fluid, but consistent conceptual pattern of perception
of characteristics and relationships of the "I" or "me"
together with values attached to these concepts."
Perception refers to the process by which we select, organize,
and interpret sensory stimulation into a meaningful and coherent
picture of the world. Behavior is influenced not only by the accum-
ulation of our past and current experiences, it is influenced by the
personal meanings attached to the perception of those experiences.
Combs and Syngg (1959) developed the idea that each person behaves
in a manner consistent with his "Perceptual field," which is a fluid
organization of personal meanings existing for every individual at
any given instance in time. Rogers (1951) emphasized that a person's
need for self-consistency also influences perception. The results
of Broom's (1962) research on projection suggest that an individual
tends to contrast his own values and attitudes in person's for whom
he has a negative attitude.
Crow, Murry and Smythe (1967) characterized the self-concept
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as -A syndrome of attitude and feelings that accompany the individual's
awareness of himself as a person together with what he believes him-
self to be." They pointed out that the individual's self-concept
begins to develop as soon as he identifies himself with members of
his family and significant others. It was their feeling that the
process usually starts in family settings and is affected by various
child rearing practices to which the individual is subjected along
with the socio-economic status of the family.
The authors identify four significant factors as being involved
in the formation of the self-concept:
1. The individual's unique biological structure.
2. The individual's relationship with parents and guardians.
3. The individual's gradual accumulation of experience.
4. The individual's perception of his success or failure.
According to Sullivan (1974), "the self is made up of reflected
appraisals." He maintained that the earliest experiences which
influence the development of the self are those experiences with
people. The attitude and feelings of "significant others" can be
communicated to the child by a process of empathy before the child
is able to understand language and confront restraints against his
freedom, the self system evolves.
C. H. Cooley (1922) recognized that the social milieu from
which a person comes, contributes to how a person views himself.
He developed a theory of self that was concerned primarly with how
the self grows as a consequence of interpersonal interactions. From
this he developed the concept of "the looking-glass self" which is
best described in his own words:
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"In a very large and interesting class of cases the
social reference takes the form of a somewhat definite
imagination of how one's self appears in a particular
mind, and the kind of self-feeling one has is determined
by the attitude toward this attributor to that other
mind. A social self might be called the reflected or
looking-glass self.
'Each to each a looking glass
Reflect the other that doth pass'."
Hurlock (1972) felt the individual learns to think and feel
about himself as defined by others, and develops an image of self
as the chief actor in his private world. She referred to these
as "mirror images" and suggested that the mirror images develop pri-
marily from the way parents, teachers and significant others des-
cribe, punish, praise, or love the individual.
Mead (1969) describes the process of self-concept development
as follows:
"The individual . . . enters his own experience as a
self or individual
. . . only insofar as he first be-
comes an object to himself just as other individuals are
objects to him in his experience; and he becomes an
object to himself only by taking the attitude of other
individuals toward himself within a social environ-
ment ... in which both he and they are involved."
He further suggests that a person can have as many selves as
there are numbers of social groups in which he participates.
A person who doubts himself is like a man who would
enlist in the ranks of his enemies and bear arms against
himself. He makes his failure certain by himself being
the first person to be convinced of it.
Alexander Dumas
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Through layer after layer of direct experience with small sights,
sound, taste, feelings and pressures, the child begins to organize
a coherent mental organization of his world and to adapt to the
environment. It is this cauldron of experience, this process of
mental organization and adaptation, which forges the self (Purkey
1970).
Purkey describes the self as having a generally stable quality
that is characterized by harmony and orderliness. In Figure 1 he is
showing the large spiral as representing the unity of organization of
the self. The whole is made up of subparts which are shown as small
spirals, each of which may be fairly well organized but which is a
part of the total self. The smaller spirals represent beliefs which
one holds about oneself. These beliefs are very close to the center
of the large spiral.
A second organizational feature of the self is that each concept
(smaller spiral) in the system has its own generally negative or
positive values. This dimension, value, is illustrated by the hor-
izontal lines. Each of the smaller concepts in the larger self has
values.
Another organized quality of the self is how success and failure
are generalized throughout the system. Diggory (1966) noted that
when one ability is important and highly rated, a failure of that
ability lowers one's self-evaluation of the, seemingly unrelated,
abilities. Conversely, the success of an important and highly rated
ability raises the self-evaluation of other abilities.
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Fig. 1
The final organized quality described by Purkey in his illus-
tration of the self is that it is unique. No two people ever hold
identical sets of beliefs about themselves. This uniqueness of the
self, which makes for an infinite variety of personalities, helps to
explain problems of communication.
Shavelson (1967) identifies organization or structure as the
first of seven features that are critical to the construct of self-
concept. He states that an individual's experiences constitute the
data on which he bases his perception of himself. To reduce the com-
plexity of these experiences, a person records them into simpler
forms, or categories as indicated by Bruner (1958). The particular
category systems adopted by an individual are to some extent a re-
flection of his particular culture as indicated by Jersild (1952),
Sears (1963), Whiting and Child (1953). These categories represent a
way of organizing experiences and giving them meaning.
The self is acquired and modified through the accumulated exper-
iences of the emerging individual. Self-awareness is a basic human
condition which emerges during the early months of life as indicated
by such authors as Jersild (1952), Combs and Snygg (1954). The
infant gradually begins to recognize the presence of significant
others which sets the stage for the beginning of awareness of self as
an independent agent. Jersild (1952) pointed out that "the child
from an early age, without being deliberate about it, acquires ideas
and attitudes about himself and others. These ideas are woven into
his pattern of life . . . ."
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As far as anyone can tell the newborn 1s unaware of his existence
as a unique and separate entity. As the days pass he experiences
continuous changes In his Internal and external environment. Within
seconds after birth, with his first gasp, the child Is beginning to
use his new environment. The major Impetus underlining the develop-
ment of one's concept of self Is Imbedded In his early home life,
including the kinds and levels of Interpersonal relationships with
parents and other family members.
Combs and Snygg (1954) stated:
No experience in the development of the child's
concept of self is quite so important or far-
reaching as his earliest experiences in his family.
It IS the family which introduces a child to life
which provides him with his earliest and most per-
manent self definitions. Here it is that he first
discovers those basic concepts of self which guide
his behavior for the rest of his life.
The authors concluded that the individual learns the values and
behaviors which he attaches to his self perceptions from early ex-
periences with family members via feelings of adequacy or inadequacy,
and expectancies concerning acceptable goals.
The second of Shavel son's features of self-concept is that it is
multi-faceted; the particular facets reflect the category system
adopted by a particular individual and/or shared by groups. In the
white middle-class population of students studied by such authors as
Jersild (1952) and Sears (1963) the category systems appeared to in-
clude such areas as the school, social acceptance, physical attractive-
ness, and ability.
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A third feature of Shavel son's theory is that the multifaceted
structure of self-concept may be hierarchical on a dimension of
generality. His theory and that of Super (1963) and Brookover
(1967) is that facets of self-concept may form a hierarchy from
individual experiences in particular situations at the base of the
hierarchy to general self-concept at the apex. Figure 2 shows one
possible representation of this hierarchy as presented by Shavelson.
At the apex of the hierarchy is general self-concept. General self-
concept has been divided into two components: Academic self-concept
and non-academic self-concept. Academic self-concept has been
divided into subject matter areas and then into specific areas within
a subject matter. Non-academic self-concept may be divided into
social and physical self-concepts and then into more specific facets
in a manner to academic self-concept.
A similar model was used by Vernon (1950). His model sub-
divided the general self-concept into verbal -educational and prac-
tical abilities. Verbal -educational in Vernon's model were divided
into specific group factors and then into specific factors. Both
Shavel son's model and Vernon's model were used to formulate the order
of hierarchy. Leevinger (1966) also postulated a stage-hierarchical
order sequence.
Shavelson (1970), as did Maslow, considered stability as impor-
tant in the development of the self-concept. Shavelson considered it
as a fourth feature in the developmental process. He suggests that














increasingly on specific situations and thus becomes less stable.
At the base of the hierarchy, self-concept varies greatly with varia-
tion in situations. Change at the lower levels of the hierarchy are
attenuated by conceptualizations at higher level, making self-concept
resistant to change. Ludwig and Maehr (1967) formed similar opinions
from different perspectives. Ludwig and Maehr showed that success
and failure in an athletic task changed subjects' self-concept of
specific physical ability but did not change their general self-
concepts
.
Another feature of self-concept is its developmental aspect.
Shavelson (1976), Engle (1959), Long, Henderson & Ziller (1976),
Sears (1964)--according to such authors infants tend not to differ-
entiate themselves from their environment. Purkey (1970) states be-
cause the self is not instinctive, but is developed as a process of
experience, it is remarkably plastic, changeable, and possesses
infinite capacity for growth and actualization. As the infant
matures and learns from his increasing store of experiences, differ-
entiation of self from environment begins. As children begin to
build concepts as represented by the words I and me, they also begin
to build concepts for categorizing events and situations (Shavelson
1976; Purkey 1970). At different times during development, different
parts of the child will assume changing significance (Gordon 1969).
With increasing age and experiences, self-concept becomes increasing-
ly differentiated. As the child coordinates and integrates the parts
of his self-concept, a structured self-concept develops.
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Self-concept has as another of its features an evaluative charac-
teristic. Not only does the individual develop a description of him-
self in a particular situation, he also forms an evaluation of himself
in those same situations (Snygg & Combs 1949). Evaluations can be
made against absolute standards such as the "ideal," and they can be
made against relative standards such as "peers" or perceived evalua-
tion of significant others (Shavelson 1976). The evaluative dimension
can vary in importance for different situations. The differential
weighing of the importance of various evaluation dimensions depends
upon the individual's past experiences in a particular culture, in a
particular society, in a particular situation, etc.
The last of Shavelson's features of self-concept is that it is
differentiable from other constructs with which it is theoretically
related. Self-concept being influenced by specific experiences, the
more closely self-concept is linked with the specific situation, the
closer is the relationship between self-concept and behavior in the
situation.
Self-Concept and Academic Achievement
Psychologists and educators are becoming increasingly aware of
the fact that a person's idea of himself, or self-concept, is closely
connected to how he behaves and learns. Increasing evidence indicates
that low performances in basic school subjects, as well as the mis-
directed motivations and lack of academic involvement of the under-
achiever, the dropout, and disadvantaged, may be due in part to the
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negative perception of the self, according to Callahan (1969).
Wattenberg and Clifford (1964) found that an unfavorable view of
self and poor achievement is closely established in many children be-
fore they enter first grade. The investigators studied the relation-
ship of kindergarten children's self-attitudes to subsequent school
achievement in elementary school. Their method was to study one
group of students in the lower class and one in the middle-class
neighborhoods. They measured intelligence, self-concept, ego-strength,
and reading ability of all the students when they were in kindergarten,
and then measured the same variables again when the same students
finished second grade. They found that measures of self-concept and
ego strength made at the beginning of kindergarten were more predictive
of reading achievement 2 1/2 years later than were measures of intel-
ligence.
Shaw and McEven (1960) reasoned that if it is true that academic
achievement is related to basic personality structure, then such be-
havior is likely to occur during the early school years. To check
their reasoning they studied a group of eleventh and twelfth grade
students who had been in the same school system since the first grade.
Their findings indicated that under-achievement, as accounted for by
poor personality structure and low self-concept, for boys can begin
as early as the first grade, is definitely present by third grade and
becomes increasingly more serious into the high school years. For
girls, their study showed that underachievement may exist as early as
the sixth grade and is definitely present and of increasing importance
from grade nine to eleven.
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A student perceives, interprets, accepts, resists, or rejects
what he encounters in school in light of the way he sees himself as a
person generally, and as a student specifically. Roth (1959),
investigating the role of self-concept in achievement, concluded:
"
. . . in terms of their conception of self, individuals have a de-
finite investment to perform as they do. With all things being equal,
those who do not achieve, choose not to do so, while those who do
achieve, choose to do so."
In an investigation to explore the relationship between academic
under-achievement and self-concept, Fink (1962) studied a group of
ninth grade students. The class was separated into twenty pairs of
boys and twenty-four pairs of girls. The self-image of each student
was rated by three separate psychologists based on data from three
personality tests. Fink concluded that there was a strong significant
relationship between self-concept and academic under-achievement, and,
further that this relationship was stronger for boys than for girls.
Research by Campbell (1966) supports the conclusions reached in
the study conducted by Fink. He conducted his experiment with fourth,
fifth, and sixth grade students. He found a direct relationship
between self-concept and academic achievement and also noted that girls
were more inclined to have a higher self-concept than boys.
Other studies were conducted at the elementary level by such
authors as Walsh (1956), Fimmermos and Allebrand (1966), and Bodwin
(1957). Their findings indicated a positive relationship between
immature, low self-concepts and reading disabilities among students
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at the elementary level. Their studies also indicated that bright
boys who were low-achievers had more negative feelings about them-
selves than did high-achievers.
In an investigation conducted by Dyson (1967) dealing with the
relationship between self-concept and ability grouping among seventh-
grade students, it was found that high-achieving students reported
significantly higher self-concepts than did low-achieving students,
and that this was true regardless of the type of grouping procedures
utilized. In Dyson's observations he also stated:
If there is one particular significant result growing
out of this research, it is that "nothing succeeds like
success." This is not a new understanding, as the old
cliche indicates. The work reported here does, how-
ever, re-emphasize the importance of success in the
learning situation as a contribution to positive
psychological growth and it indicates that this feel-
ing of success is probably more crucial in its effect
on the student's self-concept than how an individual
is grouped for instruction.
The results of Dyson's study were consistent with some of the con-
clusions reached by Borislow (1962) in his investigation of relation-
ships between self-evaluation and academic achievement among college
freshmen. He observed that students who under-achieve scholastically
have a poorer concept of themselves as students than do achievers sub-
sequent to their scholastic performance, regardless of their intentions
to strive for scholastic achievement as a goal.
Research studies by Brookover, Patterson, Thomas (1962), and
Brookover, Erickson, Joiner (1967), focused specifically on self-
concept of ability in school and academic achievement. They found a
significant and positive relationship between self-concept and academic
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performance at all levels, seventh through tenth grade. They also
observed that self-concept was significantly and positively related
to the perceived evaluation which significant others held of the
student.
The final stage of this project was a study conducted with stu-
dents from the time they were seventh-graders through grade twelve.
The following observation regarding the relationship of self-concept of
ability to achievement was made:
The correlation between self-concept of ability and
grade point average ranges from .48 to .63 over the
six years. The higher correlation between perceived
evaluation and self-concept tends to support the
theory that perceived evaluations are a necessary and
sufficient condition for (the growth of a positive or
high) self-concept of ability, but (a positive) self-
concept of ability is only necessary, but not a suffi-
cient condition for achievement. The latter is further
supported by the analysis of the achievement of stu-
dents with high and low self-concept of ability. This
revealed that although a significant proportion of
students with high self-concept of ability achieved at
a relatively lower level, practically none of the stu-
dents with lower (less positive) self-concepts of
ability achieved at a high level.
Many critics argue that the present school systems are geared to the
development of a negative self-concept for the Negro child. Kozol
(1967) argues that Negro children in many ghetto schools are system-
atically driven to accept a more and more negative self-image.
Carpenter and Busse (1969) did research designed specifically to
study whether Negro children do systematically show increasingly
negative self-concepts when compared with a group of white children of
equivalent social status. Also, the effect of sex differences was
investigated.
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The test was administered to eighty children from father-absent
welfare families in a medium-sized eastern city, all living with their
natural mothers. The children were equally divided as to sex, race
(Negro or White) and grade (first or fifth). The results of this
investigation showed that girls are more negative in self-concept than
boys, and fifth-graders are more negative than first-graders. No
overall race difference was found. The results suggest that Negro
children do not become increasingly more negative in their self-
concepts from first to fifth grade than do white children of equivalent
social status. Similar studies conducted by Keller (1963) measured the
self-concepts of fifth-graders and found that Negro children definitely
exhibited more negative self-evaluation than did white children. Goff
(1954) found that girls from lower income families held the most nega-
tive feelings of self-esteem among the group she tested. Soars and
Soars' (1969) research on the relationship between self-concept and
academic achievement demonstrated that the relationship is not re-
stricted by racial membership. Soars and Soars concluded that, in
segregated settings, the self image of Black school children was not
more negative than the self-concept of white students. In a study of
Negro students. Caplin (1966) found that children who professed more
positive self-concepts tended to have higher academic achievement.
His conclusion was that the influence of self-concept has no racial
boundaries. Students who feel ill about their abilities seldom
succeed in school, regardless of their color. Gill (1969) also found
patterns of achievement are significantly related to the perceived
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self in public school students.
Fredericks (1971) investigated whether or not the tendency for
poor self-esteem associated with low academic achievement would hold
in a segregated setting. He administered a self-esteem scale to
78 inner-city sixth-graders, and analyzed the results in terms of the
students' overall grade point average, reading level, and I.Q. scores.
Fredericks found the mean self-esteem score significantly higher for
the high G.P.A. group over the low G.P.A. group. The same results
were found for the high reader over the low reader. No significant
difference in mean self-esteem scores was found between the high and
low intelligence groups.
Shaw, Edison, and Bell (1960) examined the results of a self-
descriptive adjective checklist administered to high school juniors
and seniors who were classified as inadequate achievers (cumulative
G.P.A. of 1.75 or lower). This study indicated that under-achievers
of both sexes held more negative feelings about themselves when com-
pared with students whose academic achievement was more consistent
with their intellectual ability. A follow-up study was conducted by
Shaw and Alves (1963). This study also indicated that both male and
female under-achievers held more negative self-concepts when com-
pared with students whose academic achievement was more consistent
with their intellectual ability.
The opinion that the successful student is one who is likely to
see himself in essentially positive ways has been verified by many
studies. Gowan (1960) did an investigation of factors of achievement
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in high school and college. He reported that achievers are character-
ized by self-confidence, self-acceptance and a positive self-concept.
Brankan and Sheni (1966) considered effective and ineffective readers
at college level and found that the efficient and effective readers
characterized themselves in favorable ways, which was not true of the
ineffective readers. Pearls (1967) studied intermediate grade stu-
dents and found that high achieving boys and girls reported signifi-
cantly higher self-concepts as students than low-achieving boys and
girls. Davison and Greenberg (1967) investigated successful learners
among lower-class children on three aspects— personal competence,
academic competence, and social competence—the high achievers rated
themselves significantly better than did the low achievers. Farquhar
(1968) studied a group of eleventh-grade students. His findings
indicated under-achievers respond with significant difference to items
designed to measure their reflected self-concept, and that students
with high academic productivity tended to have high self-concepts.
Education and Self-Concept
Jersild states, "the child has more capacity for understanding
himself than we educators, or others, for that matter, have ever
realized." It is his opinion that something can be done by teachers
to aid boys and girls to make what is probably the most important dis-
covery of all --a discovery of themselves.
John Holt (1964), indicated that youth ought to be a time when
the individual acquires a sense, not just of his own identity, but
also of his own worth. He expressed the opinion that as it is pre
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ently, educators make it almost certain to be the other way around.
He states that most of our schools remain about what they have always
been
. . . "bad places for children, or, for that matter, anyone to be
in, to live in." He observed that the student learns that he is
worthless, untrustworthy, fit only to take other people's orders.
In citing the worse things about our schools, Glasser (1963) de-
dared the following:
. . .The schools assume built-in motivation, but
when it does not occur, they attempt to motivate
children with methods analogous to using a gun.
Although guns have never worked, the schools,
struggling to solve their problems, resort to
using bigger and bigger guns—more restrictions
and rules, more threats, and punishments.
. .
Thomas Gordon (1968), points an accusing finger at educators in
his statement:
... We have learned that most of these educational
people are remarkably similar to parents in their
attitude toward kids and in their methods of dealing
with them. They, too, usually fail to listen to
children; they, too, talk to children in ways that
put them down and damage their self esteem; they, too,
rely heavily on authority and power to manipulate and
control children's behavior;
. . . they, too, hassle
and harangue and preach and shame children in attempts
to shape their values and beliefs and mold them into
their own image . . .
Rodgers (1951) hypothesized that the educator has the responsi-
bility to provide and maintain the type of atmosphere and relation-
ship with student members which will allow him to . . . "discover
within himself the capacity to use that relationship for growth, and
change so that personal development will occur."
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That the teacher fosters and promotes feelings of security and
self-confidence was expressed by Downing (1967). when he stated:
The nature of the classroom environment determines
to a high degree the quality of each child's adjust-
ment and his feeling toward school and toward him-
self. Self-confidence, attitudes of personal worth,
and level of self-esteem are influenced by the school
atmosphere.
Self concept will be promoted in the schools, states Gerhand
(1971), when and if educators face up to the reality that modifica-
tion must become evident and schools are operated on the premise that
"schools for children" rather than children for schools" is what is
most desirable.
The prevailing attitude of educators toward the importance of
the self concept and an understanding of its implication to education
seems promising. As reported by Jersild (1965), in a survey of over
one thousand teachers and students of education, findings of the
respondents were as follows as related to their views concerning the
concept of self-understanding and its implication to them as educators
(1) Over 90 percent felt that schools should promote
self-understanding as the concept was "promising
and worth trying."
(2) Over 90 percent indicated that the idea that
understanding of others is tied to self under-
standing was, to them, a "promising and not
an unpleasant or distasteful concept."
(3) Approximately 72 percent felt that the idea of
self-understanding was or might be "most
significant" in their own professional education.
Gottegno (1970) emphasizes the strength of the will by proclaim-
ing that the first task of teachers is often overlooked. He speci-
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fled the "first task of teachers is to know that they are persons with
a will and that their students are persons with a will, and in an
individual, the will is the source of change." The author continued:
Seeing the students in our classrooms as persons,
as endowed with a will that permits actions and
generates by itself changes, we shall immediately
be closer to them— closer to understanding each
as a person and closer to helping each increase
his experience and his understanding of--for we
shall have at our disposal what is indispensable
for reaching any ends involving them.
A common criticism of educators is their flagrant use of per-
sonality adjectives toward their students.
C. J. Adcock (1966) declares that abusive adjectives and attacks
to an individual's personality cause a chain of reactions. "...
when criticized, the individual reacts in his body and in his soul
with anger and revenge fantasies. As a student, he may then feel
guilty about his hostility and ask for punishment by acting up. A
circle of events is created as his antics will lead to another cycle
of criticism, punishment, revenge ..."
The author offered the following advice as related to criticism:
(1) don't attack personality attributes.
(2) don't criticize character traits.
(3) deal with the situation at hand.
The individual student who is repeatedly made to feel stupid,
dumb, irresponsible, unworthy accepts such evaluation as fact. Very
often he may give up intellectual pursuits as a result of unjust or
negative criticism.
Perry (1960) stressed that affective education programming.
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inclusive of human relations, supports the Individual student's
search for an understanding of his or her needs and wants, weaknesses
and his or her behaviors.
In stipulating that programs to help individuals develop inner
resources are needed, John Gardner (1967) suggested that personalized
human relation programs should allow for the development of skills,
habits of mind, and the kinds of knowledge and understanding that will
enable young people to be involved in a continuous process of change
and growth.
Jersild (1952) stated that the development of the individual's
concept of self has been left largely to chance. There is a stagger-
ing need for doing something in our educational program to help stu-
dents acquire realistic attitudes of self-awareness and acceptance.
It was his feeling that such emphasis on human relation in our schools
would be an invaluable aid toward actualization of human potential.
Emphasizing the need for a non-threatening school and classroom
environment in which students are encouraged to discuss their feelings
rather than to repress them, Benmaman (1965) identified the following
concepts as being vital to any program for improving the quality of
interpersonal relationships:
(1) Every person needs to be loved, to feel important,
and to belong. These needs are fulfilled by inter-
acting with others.
(2) Man's perception of his own worth is influenced by
the way others treat him. In turn, he tends to
act according to the way he believes others see him.
(3) Feelings are neither right nor wrong. A sign of
maturity is a growing av^areness that different
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feelings exist, though they need not always be
directly translated into action.
(4) Individuals and groups tend to avoid or dis-
criminate against persons who are different
from themselves.
(5) Individuals act according to their own unique
perception of reality. They are prompted to
act, not on facts alone, but by their beliefs
and feelings about those facts.
(6) Attitudes, values and behavior are shaped by
many interacting forces. Though seemingly
fixed, all three can be modified.
Gerhand (1971) proposed in a similar vein that although the
school is not the only factor operating as related to the student's
self concept, it can and should become a key factor in bringing about
positive changes in how students view themselves and can thereby
alter and modify behavior outcomes. Six general guidelines and prac-
tices which should be incorporated into programs of human relations of
affective education are offered:
(1) The student must become an active partner in the
educational process and be involved in establish-
ing personal goals working cooperatively with the
teacher.
(2) The student must be involved via the inquiry
approach to learning, i.e., discovery and
realistic problem solving.
(3) The curriculum should be experienced-based as
opposed to symbol -based and should provide for
direct, purposeful, concrete experiences,
structured for individual student success.
(4) The learning environment must be open and threat-
free as most learn far more from mistakes than
from successes.
(5) Individual student evaluation should be a shared
process involving the student's self-evaluation
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as well as constructive teacher evaluation.
(6) The cautious use of praise and criticism should
be prevalent with the teacher's methodologies.
It has been stated by Benjamin Fine (1961) that the potential
Hawthorne Effect has been neglected in the educational arena.
Somewhat over-simplified, the Hawthorne Effect is the tendency of the
participants in an experiment or classroom situations to perform well
just because their self-esteem is enhanced through the attention
they are receiving.
After studying the results of research conducted by Bernard Rosen
of the University of Connecticut and Roy D'Antrode of Cambridge,
Massachusetts, Fine proposed the following elements as related to the
students' self-feeling in regards to classroom interaction:
(1) If reasonably high standards are set for the
student and subsequently met, they help persuade
the youngster that he is capable. High standards
that cannot be met are damaging.
(2) Warmth and approval make the youngster see himself
as accepted, valued and loved. Hostility and
rejection produce a self image of lack of worth,
self-degradation.
(3) Active interest and concern strengthen the self-
image of the individual student. Indifference
has the opposite effect.
Downing (1967) proposed the activities listed below as being
significant toward perpetuating positive student attitudes:
(1) Provide for Group Activities. Active participation
within small groups provides opportunities for
students to share ideas and to profit from these
intimate associations— social skills are developed,
self-understanding enhanced and insights gained.
(2) Provide for meaningful projects and activities.
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A variety of experiences makes the learning
process more meaningful and valuable. As the
student becomes actively involved in a variety
of appealing activities, reactions of enthusiasm,
interest and dedication are often demonstrated.
(3) Encourage individual performance and activity.
Self confidence improves and self-esteem is bol-
stered as a child profits from his experiences.
(4) Provide appropriate stimulating experiences.
Neither the teacher or pupil can accurately assess
the quality of the individual's potentialities
or capabilities--through varied stimulation and
interesting experiences, new opportunities for the
development of potentialities become prevalent.
(5) Provide for role-playing and dramatic experiences.
Such experiences contribute to verbal skills,
stimulate thinking, provide information about human
relationships and add to knowledge.
A basic assumption of the self-concept theory is that we behave
according to our beliefs. Studies by Combs (1969), Bergen (1953),
Fey (1954), Luft (1966) and others have indicated that the teacher's
beliefs about his students, his attitude and beliefs about his abil-
ities are critical factors in determining his effectiveness in the
classroom. They summarized that the teacher's attitudes toward him-
self and others are as important as his techniques, practices, or
materials. Rogers (1965) reported that personality changes in therapy
come about not because of such factors as professional qualifications
and training, or knowledge or skill, or ideological orientation, but
primarily because of the attitudinal characteristics of the relation-
ship. In research conducted by authors such as Sears (1964), Spaulding
(1963), Heil, Powell, and Feifer (1960), concluded that the attitude
of the teacher played an important role in the change in students'
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S6lf-conc6pt and acadBmic achlBVBinent.
Combs and h1s associates (1963, 1964, 1965, 1969), Jerslld (1952,
I960, 1965), Omwake (1954), Trent (1975) presented evidence that
pointed to the fact that teachers need to view themselves with respect,
liking, and acceptance. They found that effective teachers and counsel-
ors could be distinguished from Ineffective teachers on the basis of
their attitude about themselves and others. When teachers have essen-
tially favorable attitudes toward themselves, they are In a much better
position to build a positive self-concept In their students.
Studies by Davidson and Lang (1960), Clark (1960), Brookover and
his associates (1962, 1965, 1967), Rosenthal and Jacobson (1968)
Indicated that the student's perceptions of the teacher's feelings
toward him correlated positively with his self-perception. They fur-
ther Indicated that the more positive the child's perception of their
teacher's feelings, the better their academic achievement.
chapter III
APPROACH TO STUDY
Outside the interaction analysis tradition in the U.S.A., there
have been certain other important but widely neglected programs of
classroom research. Often described as
-anthropological," this work
has been developed beyond the margins of mainstream educational
psychology, psychiatry and participant observation research in
sociology. It has been described as "microethnographical
" by Smith
and Geoffrey (1968), "naturalistic by McDonald (1970) and "ecol-
ogical" by Parlett (1969). Unlike the interaction analysis tradition,
whose origins are clearly rooted in behavioral psychology, the
anthropological tradition has no established roots. Some of its mem-
bers are anthropologists (Jules Henry), some are sociologists
(Howard Becker), and some are psychiatrists (Zachary Gussow).
The methodology used in this research consisted of participant
observation and anthropological field techniques. Participant observa
tion as described by Becker (1956) consists of gathering data by parti
cipating in the group or organization one studies. He observes the
people he is studying to see what situations they encounter and how
they react to them. He enters into conversation with the participant
and discusses their interpretations of the events he has observed.
Delmont and Stubb (1976) state that participation observation is an
adaptation of standard sociological and anthropological field research
techniques. In addition to observing, the researcher conducts inter-
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views with participants and asks participants to complete personal
and impersonal questionnaires. To record observation, the researcher
compiles field-notes or field- recordings.
Compared to the interaction analysis and Flander's system.s of
data collection, the data of the "anthropological" researcher is
relatively unsystematic and open-ended. Data collection in the
anthropological approach, being open-ended, allows for emerging issues
to be focused upon. The writer in this research must become immersed
in the activities of the experimental and partial experimental groups.
The anthropological approach does not make a strong categorical dis-
tinction between the observer and the observed as does the interaction
analysis system.
Description of the Sample
Selection of subjects
The population of this study consisted of students and major
subject teachers from six classes selected in an Intermediate School
in a low socio-economic area of New York City. The classes ranged
from sixth grade to grade eight and ages eleven to fourteen. Approval
for the program was obtained from the Board of Education of the City
of New York, District Superintendent, Principals, Parents, and
Teachers.
The six intact classes were placed in three groups consisting
of two official classes each. A total of two hundred and fourteen
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students formed the total student population for this study. The
total number of teachers involved in the program consisted of twenty-
four. all of whom were major subject teachers (mathematics, science,
social studies, and language arts). The twenty-four major subject
teachers form the six official classes and formed the three groups
with which the writer conducted this experiment. The three groups
formed were X, 2^ and I*
The project covered a period of eight months from October through
June. Workshop sessions for groups Z, and were scheduled for not
more than one per week per group. Sessions were scheduled for one
forty-five minute period. A total of twenty-six sessions per group
were scheduled for groups X and Z^.
Description of Treatment
Without question there is persuasive evidence to indicate that
schools have neglected to place sufficient emphasis on how students
feel about themselves. The research of Dr. Kenneth Washington
(1974-76) has documented this neglect for students in urban schools.
He points out that "It is the inner-city child who is most affected
by the tendency of educators to neglect development in the affective
domain." In his article "Success Counseling," he describes a group
counseling technique he designed to help inner-city students develop






dents were organized into discussion groups. As a result of positive
reinforcement from group members, most students stated they felt more
positive about themselves. Similar results were reported in the
studies conducted by Schunke and Bloom (1977), and DeVoe (1977).
The studies cited above demonstrate clearly that schools must
make every effort to develop an educational environment that fosters
positive self-concepts.
The premise for this dissertation is based upon the elements
necessary to develop an educational environment that will foster a
positive self-concept as outlined by Purkey (1970) and supported by
other empirical studies. Purkey listed six elements as being neces-
sary to the classroom environment for the student to have the oppor-
tunity to develop a positive self-concept: Challenge, Control,
Respect, Warmth, Success, and Freedom.
The writer incorporated the six elements listed by Purkey as
outlined below in conjunction with other activities to form the
format of the program for the experimental and partial experimental
groups. The activities used were. Text; Interaction Discussion
Groups; Class Writing Assignments; Role Playing Activities; Value
Clarification Exercises; and Self Confrontation Exercises.
The program for the control group consisted of their major
subject teachers participating in workshop sessions concerning
orientation, and pre and posttest results. The experimental and
partial experimental groups' major subject teachers were presented
with identical subject topics in different sessions. The major
difference in the sessions was the role of this writer. For the
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partial experimental group the role of the writers was that of parti-
cipant observer. As participant observer the writer presented the
subject topics to the group to develop their own methods and mater-
ials. Appendix (A) contains the session schedules for the experi-
mental, partial experimental and control groups.
Outlined below are the six elements of classroom environment
as listed by Purkey along with the selected activities to be used
in the study.
Element I: Control
The standard definition of control as defined by Webster's
Twentieth Century Dictionary is "to exercise authority over; direct;
to command; restrain; hold back."
Control as an element of classroom environment is used as a
means or procedure that teachers can use to bring about improvement
in students' behavior. Goodwin & Coates (1976) outlined four steps
that can aid in achieving behavior change in students:
1. Select a particular behavior for change.
2. Observe carefully the classroom events that are
usually present when that behavior occurs.
3. Develop and implement a plan of action based
on those observations.
4. Evaluate the results of that plan.
A careful assessment of the current environment is important in
the development of strategies for change. The assessment takes into
account the subject matter and type of instructional activity with
which the students are having difficulty.
Gordon and Burch (1974) in their Teacher Effectiveness Training
(T.E.T.) classes taught teachers to substitute for power and authority-
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methods that would give more influence, not less. Teachers learned
how to conduct meetings in which they involved all the students in
setting the class rules and regulations.
When teachers became skilled in using non-power methods to
achieve control, they found themselves using a whole new language
when talking about discipline. The traditional language of control
was replaced by such terms as conflict resolution, joint decision
making, student contracts, negotiations, meeting needs, and working
things through.
Element II: Freedom
According to Thorndike and Barnhart, freedom is defined as:
Exemption or liberation from the control of some other person or some
arbitrary power; liberty; being able to act, move without hindrance;
being free from the usual rules.
If the student is to grow and develop as an adequate human being
he needs the opportunity to make meaningful decisions for himself.
He also must have the freedom to make mistakes, and even laugh at his
inadequacies. In highlighting the emphasis on freedom, Moustakes
(1966) wrote: "Self values are in jeopardy in any climate where free
dom and choice are denied, in a situation where the individual re-
jects his own senses and substitutes for his own perception the
standards and expectations of others." When the student has a say
in his own development and is given personal decisions to make, he
develops faith in his own judgment and thoughts.
Sarason (1961) reported that a poor performance by anxious sub-
jects occurred only when the task was presented as a threat. The
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freedom to try without the threat is essential to a healthy atmos-
phere in the classroom.
Element III: Respect
The basic feeling by the teacher for the worth and dignity of
the student as an individual with positive and negative behavior and
needs, is vital in building a positive self-concept. No aspect of
education is more important than the feeling on the part of the
teacher that the student is important, valuable, can and will learn
in school
.
If the teacher genuinely values and accepts the student, it will
be reflected in everything he does and, vice versa. Davidson and
Lang (1960) found that when students feel that teachers value and
respect them, they are likely to value and respect themselves.
Moustakes (1966) sums it up this way: "By cherishing and holding the
child in absolute esteem, the teacher is establishing an environ-
mental climate that facilitates growth and becoming."
Element IV: Challenge
Challenge as defined by Webster's New Twentieth Century Dic-
tionary
,
Second Edition: "A calling upon one to take part in a fight,
contest, etc.; an invitation or summons, verbal or written to decide
a controversy, as by a duel." A high degree of challenge on the
part of teachers has a positive effect on students. Challenge should
be relevant. If the required learning is relevant to the student's
world of experience and has some personal meaning to him, he is
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encouraged to work much harder.
Kowitz (1967) noted that children seem to learn and develop best
in an atmosphere characterized by challenge and little threat. Some
students fear failure to the point where they avoid achievement when-
ever they can and, when they cannot, do not try to succeed. By
doing this they can avoid the task of trying to achieve. Briney,
Burdick and Teevan (1969) came to this conclusion in their compre-
hensive study of the person who fears failure.
Element V: Warmth
Mr. Webster defines warmth as "excitement, strength, or vigor of
feeling; enthusiasm, ardor; zeal." Another important part of warmth
is commitment. Teachers should feel that their work is more than an
occupation. A warm and supportive educational atmosphere is one in
which each student is made to feel that he belongs and is appreciated
and respected. He should be made to feel safe and secure by his
teacher.
Evidence supports the assumption that a psychologically safe and
supportive learning situation encourages students to achieve academic
as well as personal growth. Cogan (1958) reported that students in
this environment tend to become creative and in harmony with self.
Christensen (1962) found the warmth of teachers significantly re-
lated to their students' vocabulary and achievement in arithmetic.
Reed (1962) concluded that teachers characterized as considerate,
understanding, and friendly, and with tolerance for some release
of emotions by students, had a favorable Influence on their stu-
dents' interest in. science.
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Element VI; Success
Perhaps the single most important step that teachers can take
in the classroom is to provide an educational atmosphere for success
rather than failure. Wyle (1961) stated that students are likely to
change their self-evaluations after experimentally induced success or
failure. Costello (1964) found over-all, regardless of the task or
the ability of students, praise produces more improvement in per-
formance than blame. Ludwig and Maehr (1967) showed that the approval
of significant others caused an increase in self-ratings and an
increased preference for activities connected with the criterion task,
and that disapproval resulted in a lowered self-rating and a de-
creased preference for related activities.
Teachers should point out areas of accomplishment, rather than
focusing on mistakes. Continuing awareness of failure results in
lowered expectations, not learning. Combs and Snygg (1959) stated
that a positive view is learned from the ways people treat the
learner. People learn that they are able, not from failure but
from success.
Activity I: Text
Two texts formed the core of the curriculum for the development
of self-concept in students in Group X. They were Canfield and
Wells, One Hundred Ways to Enhance Self-Concept in the Classroom,
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and j l^ue Clarification by Sidney B. Simon, Leland K. Howe, and
Howard Kirschenbauir.. Stories and exercises were selected for use in
all major subject areas. The writer selected each story or exercise
on the basis of two criteria: first, the story or exercise must pro-
voke and hold the interest of the students; second, they must center
on some aspect of self-concept.
Activity II: Interaction-Discussion Groups
The class was divided into several small groups. Students were
given a series of questions or situations that focus on self-concept
issues. Using the discovery approach, students were encouraged to
try to solve by themselves, the problem raised in the discussion.
The teacher should move from group to group to assist only.
Activity III; Class Writing Assignments
This phase of the program consists of a series of creative
assignments designed to promote the student's awareness of self. All
writing assignments were to be kept in student's journal title "Me."
Using writing assignments in this manner, the teacher enabled the
student to reflect upon his own unique experiences. More importantly,
students are given the opportunity for self-discovery.
Activity IV; Role Playing Activities
This section contains activities which combine practice in oral
expression with the chance to gain further insight into the self.
Kenneth Gergen (1970) lists four difference processes that may cause
role playing to affect self-conception, and each suggests certain
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elements that might increase or decrease those effects in any given
situation. To the extent that memory scanning is at work, role-
playing effects should be increased if there is time for cognitive
work to take place and if the role is a positively valued one. Rein-
forcement effects may be enhanced by a variety of factors such as
positive reactions to the role by others. Dissonance effects should
be enhanced when the role is difficult to play and the incentives are
low. The process of behavior labelling should be enhanced by having
verbal labels readily available. Used appropriately, role-playing
has the tendency to lower tensions and to help students enjoy their
reading and writing assignments.
Activity V: Value Clarification Exercise
The goal of the values-clarification approach was to help stu-
dents become aware of the beliefs and behaviors they prize and would
be willing to stand up for in and out of the classroom. The teacher
uses materials and methods which encourage students to consider alter-
native modes of thinking and acting. Students learn to weigh the
pros and cons and the consequences of the various alternatives. The
teacher helps the student to consider whether their actions match their
stated beliefs and if not, how to bring the two into closer harmony.
Activity VI: Self Confrontation Exercise
These exercises were used for the development of self-insight.
I . Self-confrontation through Self-Rating
The purpose of these exercises was to provoke awareness by
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having students become curious about themselves. Students
should realize that self-analysis is a part of a healthy
adjustment and is an effective means of becoming a fully
functioning individual. Through self-confrontation, stu-
dents can learn more about themselves by looking at them-
selves directly and clearly.
^ I
•
improvement of Self-Image through Positive Attitudes
Using positive reinforcement, these exercises were to
improve student self-image. By directing perception into
creative and productive channels, students focus on happy
experiences. Gradually, students become able to see that
they can modify their attitudes significantly.
HI. Brainstorming Your Way to Success
The purpose of these exercises was to enable the students
by working in their discussion groups, to take initiative
in changing one aspect of their behavior which is negative
and self-defeating. These exercises help students develop
goals and brainstorm the means for attaining them.
IV. The Filmstrip Program
These filmstrips were designed to sttmulate students to
think about and discuss important issues of personal de-
velopment. Part I and Part II are shown on separate days.
Each is structured to stimulate discussion for an entire
class period. Throughout the discussion, the teacher
removes himself from the traditional role of authority
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figure by placing a group-elected teenager in the role of
discussion leaders.
AM I WORTHWHIL E? IDENTITY AND SELF-IMAGE
This film is a 30-rainute color film which was designed to help
young people evaluate their feelings of self-worth. The film stresses
that a positive self-image is a prerequisite for a healthy person-
ality development.
THE SEVEN WISHES OF A RICH KID
Color: 29 min.
Calvin Brundage, in the film, comes from a very rich family but he
wants to be accepted by his friends, and be able to talk to his
father. His wishes are granted by a video fairy godmother, played
by Butterfly McQueen. The film is an allegory demonstrating the
value of taking the risk to be yourself.
Description of the Research Instrument
Students of each group were administered a pretest and posttest
to determine their academic achievement level and their self concept
level. Pre and post self concept tests were administered to students
by tiieir homeroom teacher. Academic achievement (Mathematics, Science,
Language Arts, and Social Studies) pre and posttest were administered
by subject teachers. All pre and posttests were hand scored by this
researcher. Test results were reported back to appropriate teachers.
The test used for the pre and posttest evaluations were the fifth
edition of The Metropolitan Achievement Test Form JH, and the Piers-
Harris Children's Self Concept Scale entitled "The Way I Feel About
Myself."
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The Piers-Harris Children's Self Concept Scale, entitled "The
Way I Feel About Myself." is a self report instrur,ent designed for
children over a wide age range. According to the manual prepared by
Dr. E. V. Piers and the review by Peter M. Bentler. in Volume I of the
1972 edition of The Seventh Mental Measurements YearhnrV the scale
was designed primarily for research on the development of children's
self attitudes and correlates of those attitudes.
The original pool of items was developed from Jersild's (1952)
collection of children's statements about what they liked and dis-
liked about themselves as reported by Piers and Harris (1964). The
items were written as simple declarative statements. The preliminary
pool of 164 statements was administered in a pilot study to a sample
of 90 children from third, fourth, and sixth grade classes. Items
were read aloud by examiners, while the children followed along on
their blanks and circled "yes" if the item was true for them, and "no"
if the item was not true for them.
The pilot study established that the children understood the
items. Items ansv/ered in one direction by fewer than 10% or more
than 90% were inspected and in most cases dropped. One hundred-forty
items remained.
The one hundred-forty-item scale was administered to third grade
classes in a large school system. In the elementary grades, classes
were chosen from several different schools, representing a cross sec-
tion of socio-economic levels in the community. In the high school,
slow, bright, and average classes participated.
Using the sixth-grade sample of 127 students, the 30 highest and
30 lowest scores were identified and on each item, Cureton's chi test
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(Lindquist 1951) was applied to determine whether the item signifi-
cantly discriminated between the high and low at the .05 level or
better. In addition, only those items answered in the expected dir-
ection by half or over half of the high group were used. Eighty
Items met these two criteria and constitute the present scale, which
can be administered in group form in approximately twenty minutes.
To judge the internal consistency of the test, the Kuder-
Richardson Formula twenty one, which assumes equal difficulty of
items, was employed with resulting coefficients ranging from .78 to
.93. This formula, which is represented to be an under-estimate as
compared with Formula twenty, reflects the six of the standard devia-
tion, with the resultant lowering of the estimate for tenth-grade
girls. As a check, the Spearman-Brown odd-even formula was applied
for half the grade six and grade ten sample, with resulting coef-
ficients of .90 and
.87, respectively.
A re-test after four months on one half the standardization
sample resulted in coefficients of .72, .71, and .72, which were
judged satisfactory for a personality instrument in the experimental
stage over so long a period of time. The revised eighty-item scale
was shown to have better reliability since Wing (1966) found for
both a two-month and four-month test-retest coefficient of .77 for
244 fifth graders. The scale is judged to have good internal con-
sistency and adequate temporal stability. For interpretation of
•
. 1individual scores, the standard error of measurement (sd\ 1 +11)
should be employed.
The reliability data comes from the original standardization
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The academic achievement test administered as a pretest and
post-test, for this investigation, was the 1978 edition of the Metro-
politan Achievement Test Form JS. The intermediate survey battery
given consists of four tests: Mathematics, Social Studies, Science,
and Language Arts. All tests were administered in group form by sub-
ject teachers. The researcher was responsible for the correction of
all tests and the dissemination of results to appropriate teachers.
The Mathematics test, which consisted of fifty items, was
administered in a fifty-minute period. The fifty items measured
Numeration 9, Geometry & Measurement 9, Problem Solving 8, Opera-
tions: Whole Numbers 13, Operations: Laws & Properties 3, Operations
G2
Fraction & Decimals 5, and Graphs & Statistics 3.
The Language Arts section consisted of sixty items and was
administered in two thirty-minute periods. The sixty items measured
Punctuation & Capitalization 18, Usage 10, Grammar & Syntax 12,
Spelling 10, and Study Skills 10.
The Science section consisted of fifty items and was adminis-
tered in a fifty-minute period. The fifty items measured Physical 16,
Earth & Space 12, and Life 22. The items were also classified
according to behaviors: Knowledge 17, Comprehension 21, Inquiry
Skills 6, and Critical Analysis 6.
The Social Studies section consisted of fifty items and was
administered in a fifty-minute period of time. The fifty items
measured the following content areas: Geography 17, Sociology 4,
Economics 10, Political Science 7, Anthropology 2, History 8,
and Psychology 2. These items were also classified according to the
following behaviors: Knowledge 16, Comprehension 8, Inquiry Skills
17, and Critical Analysis 9.
Mr. Richard M. Wolf, Associate Professor of Psychology and
Education, Teachers College, Columbia University, New York, reported
in Volume I of the 1978 edition of the Eighth Mental Measurements
Yearbook that the Metropolitan Achievement Test has had a long and dis-
tinguished history in the field of testing. Originally developed to
assess the achievement of students in New York City Public schools,
the initial success of these tests resulted in broadening their
scope, both horizontally and vertically, so that they could be more
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widely used. The 1978 edition is best viewed as another point in the
evolution of a highly successful achievement test battery.
The development of the 1978 edition followed conventional pro-
cedures. Textbooks, curriculum guides, and other relevant materials
were examined to determine what was being taught. From this test,
plans were formulated. A certain amount of guesswork was also in-
volved, since the developers attempted to anticipate somewhat what
was likely to be emphasized in instruction in the near future.
Of importance in selecting an achievement battery is the extent
of which the battery measures a representative sample of the intended
learning outcomes. The test authors point out that these tests were
designed for a kind of national average curriculum.
Norm- referenced interpretation of the test scores is enhanced
by the careful selection of the standardization sample, and by the
fact that both fall and spring norms were empirically derived. Raw
scores can be converted to standard scores, percentile ranks, and
grade equivalents at all levels.
Reliability estimates are based on measures of internal con-
sistency. The correlations are typically .90 or higher for each of
the various tests at each grade level (Table 2). Table 2 also pre-
sents the standard errors of measurement for each test at each
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CHAPTER IV
ANALYSIS OF THE DATA
The major purpose of this study was to determine whether the
self concept of students can be enhanced and their academic achieve-
ment improved as a result of their major subject teachers (Mathe-
matics, Science, Social Studies, and Language Arts) being exposed to
certain educational modifications, principles, and techniques de-
signed to purposely enhance the self concept of their students. This
chapter presents the results of the data for the major hypotheses. In
addition, data are presented for related hypotheses.
The data presented was collected using a student population of
two hundred and fourteen junior high school students. The student
population, which consisted of six classes, was separated into three
groups consisting of two classes each. The experimental group con-
sisted of seventy-two sixth and seventh grade students. The control
group consisted of seventy seventh and eighth grade students. The
partial experimental group consisted of seventy-two seventh and eighth
grade students.
Statistical procedures employed in this chapter were t-test,
analysis of variance, and Pearson's correlational techniques. All
hypotheses were treated at either the .05 or .01 level of significance.
Appendix B contains tables indicating mean standard deviations, and
frequency distributions for attendance--Mathematics, Language Arts,
Science, and Social Studies.
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Self Concept and Academic Achievement of Groups
Prior to Analysis of Major Hypotheses
Both pretest and posttest measures of academic achievement and
self concept were obtained for the three groups. Before testing the
major hypotheses of the study, an assessment was conducted to deter-
mine what difference, if any, existed between the self concept and
academic achievement of the three groups prior to treatment.
Utilizing the pretest data the following hypotheses were tested
to determine whether or not the three groups were equivalent at the
beginning of the study:
There is no significant difference between the self
concept mean scores of the control group and exper-
Ho: imental groups before presentation of the teacher
centered self concept curriculum to the experimental
groups.
There is no significant difference between the academic
achievement mean scores of the control group and experi-
Ho: mental groups before presentation of the teacher cen-
tered self concept curriculum to the experimental
groups.
The results of t-test and analysis of variance F (1/174) = 3.86,
P <".08 to determine the equivalency of the three groups at the begin-
ning of the experiment indicated that there was no significant differ-
ence at the .05 level of significance in academic achievement (Table 3).
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To further determine the equivalency of the three groups, analysis of
variance of performance in specific academic areas was conducted. Of
the four major academic areas tested the only one to show a signifi-
cant difference in pre-academic achievement mean scores was Language
Arts, F (1/170) = 18.99, PC. 001. t-test conducted for Language Arts
indicated there was no significant difference in the mean scores for
the experimental and partial experimental groups at the .05 level of
significance, t (1/98) = -.63, P^'.SZ. There did exist a significant
difference at the .05 level of significance between the experimental
and control groups and between the partial experimental and control
groups t (1/99) = 2.70, PC.OOl; t (1/91) = 2.47, P <.003.
The analysis of variance using pre-self concept as the variable
yielded, F (1/170) = 2.63, P <.08, which did not reach an acceptable
level of significance, ^-test (Table 4) also indicated that there was
no significant differences in the pre-self concept mean scores. The
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Effects of the Treatment on Self
Concept and Academic Achievement
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The major hypotheses of the study concerned any difference that
existed between the self concept and academic achievement of the con-
trol and experimental groups after the experimental groups' exposure
to the teacher-centered self concept curriculum. To determine what
difference existed after treatment, two major hypotheses were examined.
They are:
There will be a significant difference in the academic
achievement mean scores of those students of teachers
Ho: who were exposed to the teacher-centered self concept
curriculum as compared to those students of teachers
not exposed to the curriculum.
There will be a significant difference in the self
concept gain scores of those students of teachers
who were exposed to the teacher-centered self concept
Ho:
curriculum as compared to those students of teachers
not exposed to the teacher-centered self concept
curricul urn.
To determine the effects of the treatment on self concept and aca-
demic achievement, the writer performed ;t-test and analysis of variance.
To determine the effects of the treatment on academic achievement,
each major academic area was examined using analysis of variance with
post academic achievement mean scores as the variable. The results for
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Science and Social Studies showed there was no significant difference
at the .05 level of significance. Mathematics F (1/153) = 4.46,
P ^.013; Language Arts F (1/153) = 13.41, P<.001; Science F (1/153) =
2.42, P<.092; Social Studies F (1/153) = 1.75, P d7.
A further analysis of variance using academic achievement gain
scores was performed (Table 5). The results showed there was a signi-
ficant difference at the .001 level of significance. When examined
separately the academic achievement gain scores for each subject showed
Mathematics F (1/64) = 8.66, PC.OOl; Language Arts F (1/64) = 6.57,
PC003; Science F (1/64) = 6.54, P<.003; Social Studies F (1/64) =
6.20, P<.004.
The
_t-test to examine the post academic achievement mean scores
in specific academic areas between the experimental and control groups
indicated there was a significant difference at the .05 level of sig-
nificance for Mathematics and Language Arts— t (1/118) = 3.24, P<.002;
t (1/124) = 5.24, P^.OOl. However, there was no significant differ-
ence at the .05 level of significance for Science and Social Studies—
t (1/116) = .05, P<.964; t (1/112) = 1.37, P <.174. The results of
the comparison between the control and partial experimental groups
showed greater post experimental performance at the .05 level of sig-
nificance for Language Arts only--t (1/117) = 2.22, P<:.02. The
experimental and partial experimental groups _t-test indicated there
existed a significant difference at the .01 level of significance
in all academic areas.
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The analysis of post academic achievement (Table 6) shows that
the t-test conducted between the experimental and partial experimental
groups yielded a t value of 4.05 which was significant at the .01 level
of significance. The ^-test between the experimental and control
groups yielded a jt value of 3.23 which was significant at the .002
level of significance. The jt-test between the control and partial
experimental groups yielded a ;t value of -.54.
Analysis of the data indicates there was a significant difference
in the post academic achievement mean scores when the experimental
group was compared to the partial experimental group and when the ex-
perimental group was compared to the control group. There was no sig-
nificant difference noted at the .05 level of significance when the
partial experimental and control groups were compared.
An examination of the post academic achievement mean scores indi-
cates that the results of the _t-test favored the experimental and
partial experimental groups. The results of the post academic achieve-
ment gain scores ;t-test and analysis of variance indicates that the
results favored the experimental group. The hypotheses regarding aca-
demic achievement was supported.
To determine the effects of the treatment on self concept, the
writer performed analysis of variance and mean companions. The re-
sults for gain in self concept (Table 7) indicates there was a signi-
ficant difference in the self concept gain scores at the .001 level of
significance. ;t-test, using self concept gain scores as the variable,
showed a significant difference at the .001 level of significance for
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the comparison between the experimental and partial experimental
groups--t (1/103) - 3.33, P C.OOl. There was no significant differ-
ence noted at the .05 level of significance when the control and
partial experimental groups were compared--t (1/199)=
-.07, P C.94.
The results were the same when t-test using post self concept mean
scores (Table 8) were used to compare the groups as when self con-
cent gain scores were used to compare the groups (Table 9).
The results of the test to determine the effects of treatment
on self concept tends to favor the experimental group. The hypotheses












Main Effects 1411.59 2 705.80 9.96
.001Group 1411.59 2 705.80 9.96
.001
Explained 1411.59 2 705.80 9.96
.001
Residual 10839.11 153 70.84
Total 12250.69 155 79.04
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Gr. X 68 6.13 1.18
4.05 *
Gr. 64 5.24 1.32
POST
Gr. X 68 6.13 1.18
3.23 **
Gr. 63 5.06 2.44
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Gr. 63 5.06 2.44
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Main Effects 1799.69 2 899.85 17.73 .001
Group 1799.69 2 899.05 17.73 .001
Explained 1799.69 2 899.85 17.73 .001
Residual 3044.05 60 50.73
Total 4843.74 62 78.13
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CORRELATION BETWEEN ACADEMIC ACHIEVEMENT
gain scores and self CONCEPT
Variable Cases Mean SD
Gain 187
.61 1.04





Analysis of Related Hypotheses
To test the relationship between attendance and self concept,
attendance and academic achievement, and the relationship between
academic achievement and self concept, the writer used Pearson's
correlational techniques. In all computations for attendance the
total number of days absent per group was used.
Three hypotheses were examined in this section which were as
follows
:
There will be a significant difference in the post
self concept scores of those students who display a
Ho
high absentee rate as compared to those who display a
low absentee rate.
There will be a significant difference in the post
academic achievement scores of those students who
Ho:
have a high absentee rate as compared to those stu-
dents who show a low absentee rate.
Students displaying a high self concept will show
Ho: a significantly higher level of academic achievement
than those students who display a low self concept.
Examination of the correlation between days absent and post
self concept showed R=-.48, which was significant at the .001 level
of significance. The results of the test for correlation between
days absent and academic achievement gain scores showed R=-.23,
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which was significant at the .001 level of significance. The corre-
lation between academic achievement and self concept showed that
R=.25 and was significant at the .001 level of significance.
To further determine the effects of attendance on self-concept
and academic achievement, the writer tested each group separately
using Pearson's correlational techniques. The results of the test
for attendance and self-concept showed R=-.46 which was significant
at the 0.001 level of significance for the experimental group. For
the control group and the partial experimental group, R=-.54 and -.64
respectively with both showing significance at the 0.001 level of sig-
ni ficance.
The results of the test for the correlation between attendance
and academic achievement by individual groups showed that R=-.37 and
significant at the 0.002 level of significance for the experimental
group. For the control and partial experimental group, the results
showed R=-.34 and -.32 respectively, with an 0.011 level of signi-
ficance for the control group, and 0.012 for the partial experimental
group.
In testing the two related hypotheses concerning attendance, it
was found that there was a significant difference in the self concept
and academic achievement of those students who had the lower absentee
rate as compared to those students who had a higher rate of absence.
Those students who displayed a lower rate of absence had higher self
concept and academic achievement scores. The third related hypothesis
tested concerning the relationship between academic achievement and
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self concept showed that the higher the self concept the higher the
academic achievement. The three hypotheses concerning the relation-
ship between attendance and self concept, attendance and academic
achievement, self concept and academic achievement, were accepted.
CHAPTER V
SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS
In the prior chapters of this study, an introduction to the prob-
lem and a review of the literature were presented. In addition, an
outline of the method of research was presented, and analysis of the
data were included. Chapter V includes (a) a summary of the study,
(b) the results and conclusions according to each hypotheses, (c) a
discussion of the findings, and (d) implications and suggestions for
further study as suggested by the results of the study.
Several studies have shown that it is possible to develop a
curriculum in which the expected academic learning takes place while
positive self concepts are being built (Frankel, 1964, and Crovetto,
Fischer, and Boudreaux, 1967). Beneath program arrangements and
curricular innovations lies the teacher's personal role. This study
sought to determine if teachers as "significant others" could enhance
the self concept of their students and improve students' academic
achievement as a result of major subject teachers being exposed to
a teacher centered self concept curriculum. The major subject
teachers (Mathematics, Language Arts, Science, and Social Studies)
were exposed to a teacher centered self concept curriculum composed
and designed by the researcher.




Student on d significant level. In order to Influence students it
is necessary to become a "significant other" in their lives. The
way the teacher becomes significant rests on two forces: (1) what
he believes, and (2) what he does.
What the teacher does was focused upon through the development
of the classroom atmosphere. The curriculum used to create an atmos-
phere conducive to developing a positive self concept in students
focused upon six factors: (1) challenge; (2) respect; (3) control;
(4) success; (5) warmth; and (6) freedom. To further aid in the
creation of an environment for the development of a positive self
concept in students, the following activities were included as part
of the curriculum: (1) Text: Values Clarification and 100 Wavs to
_Enhance Self Concept in the Classroom ; (2) Interaction-Discussion
Groups; (3) Classroom Writing Assignments; (4) Value Clarification
Exercise; (5) Role Playing Activities; and (6) Self Confrontation
Exercise. (Appendix A)
Six Junior High School classes, grade six, seven and eight,
were chosen in a low socio-economic district in New York City. The
program consisted of twenty-four major subject teachers and two
hundred and fourteen students. The twenty-four teachers were
separated into three groups: (1) control; (2) partial experimental;
and (3) experimental. The participants of the partial experimental
and the experimental groups participated in a series of twenty-six
workshop sessions over a period of seven months.
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To determine what effect the teacher centered self concept
curriculum had on the self concept and academic achievement of the
students, the following hypotheses were tested:
Hypothesis I
There will be no significant difference between the self concept
mean scores of the control group and experimental groups before pre-
sentation of the teacher centered self concept curriculum to the
experimental groups.
Hypothesis II
There will be no significant difference between the academic-
achievement mean scores of the control group and experimental groups
before presentation of the teacher centered self concept curriculum
to the experimental groups.
Hypothesis III
There will be no significant difference in the academic achieve-
ment mean scores of those students of teachers exposed to the teacher
centered self concept curriculum as compared to those students of
teachers not exposed to the curriculum.
Hypothesis IV
There will be no significant difference in the self concept
gain scores of those students of teachers exposed to the teacher
centered self concept curriculum as compared to those students of
teachers not exposed to the teacher centered self concept curriculum.
A4
Hypothesis V
There will be no significant difference in the post self concept
scores of those students who display a high absentee rate as com-
pared to those who display a low absentee rate.
Hypothesis VI
There will be no significant difference in the post academic
achievement scores of those students who have a high absentee rate
as compared to those students who have a low absentee rate.
Hypothesis VII
Students displaying a high self concept will not show a sig-
nificantly higher level of academic achievement than those students
who display a low level of self concept.
The research design for this study was Donald T. Campbell and
Julian C. Stanley's Quasi Experimental design number ten. This
design makes use of the non-equivalent control and experimental groups.
The control and experimental groups were naturally intact classes with
no randomization. Each group was administered a pretest and posttest
in self concept and academic achievement.
The research instruments used to assess the seven hypotheses
were the Pier-Harris Self Concept Test titled "The Way I Feel About
Myself," and the fifth edition of the Metropolitan Achievement Test
form JH.
The Pier-Harris Self Concept Test was designed primarily for
research on the development of children's self attitudes and correla-
tions of those attitudes. The original pool of 140 items was devel-
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oped from Jersild's (1952) collection of children's statements about
what they liked and disliked about themselves. The present scale
was obtained using one hundred twenty-seven sixth grade students.
The thirty highest and thirty lowest scores were identified and on
each item Curi ton's chi test was applied to determine if the items
significantly discriminated between the high and low groups at the
.05 level of significance. Eighty items met the criteria and con-
stitute the present scale.
Scores ranging from sixty to eighty indicates an above average
self concept. Those scores ranging from forty-six to fifty-nine
indicate a below-average self concept.
The academic achievement test administered for this study was the
fifth edition of the Metropolitan Achievement Test form JH. The sur-
vey given consists of four tests: Mathematics, Science, Social
Studies, and Language Arts.
The fifth edition of the Metropolitan Achievement Test retains
all the features of its immediate predecessor. The greatest innova-
tion in the new series is the two-component system, which allows for
both maximally efficient achievement evaluation of large groups of
students and detailed prescriptive information about students' basic
competence in Mathematics, Language Arts, Science, and Social Studies.
The validity is defined primarily in terms of content validity.
Reliability estimates are based on measures of internal consistency.
The correlations are typically .90 or higher for each of the various
tests at each grade level. Raw scores can be converted to standard
87
scores, percentile ranks, stanines, and grade equivalents.
Discussion of Findings
With respect to the hypotheses to determine what difference, if
any, existed after treatment in the post academic achievement mean
scores and the post self concept gain scores, it was found that the
results of the t-test conducted favored the experimental group in both
instances. The ;t-test conducted between group (Z
2 )
and (Z-i) yielded a
t value of 3.23 which was significant at the .002 level of signi-
ficance for the post academic achievement mean scores. The above
;t-test results favored that of the partial experimental group. The
^-test conducted on the post academic achievement mean scores of
group (X) and group (Z-|) yielded a ^ value of 4.05 which was signi-
ficant at the .01 level of significance and favored the experimental
group.
In the test of the analysis of variance in self concept scores
by group there was found to be a significant difference at the .001
level of significance in the self concept gain scores of those stu-
dents whose teachers were exposed to the teacher centered curriculum
as opposed to those students whose teachers were not exposed to the
teacher centered self concept curriculum.
The results of the above test indicate that the teacher centered
self concept curriculum showed a significant difference in the post
self concept gain scores and post self concept academic achievement
mean scores of those students of teachers who were exposed to the
teacher centered self concept curriculum as opposed to those stu-
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dents of teachers not exposed to the curriculum.
With respect to two of the related hypotheses— (1 ) there will
be no significant difference in the post self concept scores, and
(2) there will be no significant difference in the post academic
achievement scores of those students who have a high rate of absence
as compared to those students who display a low rate of absence--the
findings revealed that the lower the absentee rate the higher the
self concept and academic achievement scores. An inspection of the
days absent and the self concept scores and the major subject scores,
indicated that those students who had the lower absentee rate displayed
the higher major subject scores and the higher self concept scores.
The final related hypothesis tested was to determine the rela-
tionship between self concept and academic achievement. The results
of this study and many past studies showed a consistent pattern
where academically successful students reported higher levels of
self concept than those who have experienced poor academic achievement.
The research in this paper indicates that in rooms where teachers
listen to students, help students plan activities, provide an environ-
ment with materials responsive to students' needs, strengths, and
interests, where students are respected and allowed to develop respon-
sibility and autonomy--in such an environment academic achievement is
enhanced and positive self concepts are nourished. The compensation
for teachers developing a positive self concept in students is that
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the teacher cannot build positive self concepts in students without
building their own.
Implications for Further Study
1. The availability of literature for implementing the teacher as
a viable means to enhance students' self concept, and therefore
enhance academic achievement, is limited. The need for addi-
tional research in this area is desperately needed.
2. This study should be replicated on a smaller scale.
3. A program should be developed using other age groups.
4. This study should be done using different socio-economic
localities.
5. A longitudinal study should be conducted providing follow-up
data on the long-range effects of curriculum design to improve
self concept.
6. A study should be conducted to determine the effects of a
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MEAN, STANDARD DEVIATIONS, AND FREQUENCY DISTRIBUTION
FOR DAYS ABSENT GROUP X SECTION A AND B
GROUP X

















MEAN, STANDARD DEVIATIONS AND FREQUENCY DISTRIBUTION
FOR DAYS ABSENT GROUP SECTIONS A AND B
Days Absent Sect. A Sect. B CODE Sect. A Sect. B
0 0 1 12 2 2
1 0 4 16 1 0
2 2 2 18 2 0
3 4 2 28 0 1
4 2 7 31 0 2
5 4 1 37 0 1
6 5 4 44 0 1
7 4 0 52 0 1









MEAN, STANDARD DEVIATIONS AND FREQUENCY DISTRIBUTION
FOR DAYS ABSENT GROUP SECTIONS A AND B
Days Absent Sect. A Sect. B Days
Absent Sect. A Sect. B
0 4 0 13 0 1
1 3 2 14 1 0
2 3 5 16 2 0
3 4 5 17 0 1
4 6 6 19 2 0
5 1 5 21 1 0
6 1 5 23 1 0
7 1 1 26 0 1
8 1 0 40 1 0
9 1 0 43 0 1
11 1 1 82 1 0







MEAN, STANDARD DEVIATIONS AND PRE AND POSTTEST
SELF CONCEPT FREQUENCY DISTRIBUTIONS
GROUP X SECTIONS A AND B
Score Section--A Section-
-B
Pre Post Pre Post
15-20 1 1 0 0
21-25 1 0 0 0
26-30 2 0 0 0
31-35 0 0 0 0
36-40 1 0 2 0
41-45 3 0 2 0
46-50 2 2 4 3
51-55 7 2 3 3
56-60 4 9 4 5
61-65 2 5 4 8
66-70 5 5 4 7
71-75 4 5 4 5
76-80 0 0 0 0
Mean 52.36 61.63 48.51 57.40




MEAN, STANDARD DEVIATION AND PRE AND POSTTEST
SELF CONCEPT FREQUENCY DISTRIBUTIONS



















































































MEAN, STANDARD DEVIATION AND PRE AND POSTTEST
SELF CONCEPT FREQUENCY DISTRIBUTIONS
GROUP Z
2
SECTIONS A AND B
Section-A Section B
Pre Post Pre Post
15-20 0 0 1 0
21-25 0 0 0 0
26-30 0 0 0 0
31-35 0 0 1 1
36-40 1 1 0 1
41-45 4 1 2 1
46-50 3 5 3 4
51-55 4 4 5 5
56-60 4 6 5 8
61-65 7 6 6 5
66-70 3 5 2 6
71-75 4 3 1 1
76-80 0 0 0 0
Mean 52.07 54.16 45.06 54.45




PRE AND POSTTEST ACADEMIC ACHIEVEMENT FREQUENCY












1.1 -2.0 2 0 0 0 1 0 2 0
2.1 3.0 1 2 2 0 2 0 0 0
3.1 4.0 9 2 5 1 5 2 5 0
4.1 5.0 4 14 7 5 8 11 5 0
5.1 6.0 3 4 3 14 4 8 4 9
6.1 7.0 2 4 0 7 4 2 4 8
7.1 8.0 1 2 1 1 0 7 1 7
8.1 9.0 1 2 0 2 0 1 1 3
9.1 10.0 1 0 0 1 0 1 0 3
10.1 11.0 0 1 0 0 0 0 0 2
11.1 12.0 0 0 0 0 0 0 0 1
12.1 13.0 0 0 0 0 0 0 0 0
Mean 2.72 4.17 1.91 4.64 2.67 4.67 2.67 6.22
SD 2.54 2.36 2.12 2.23 2.20 2.20 2.55 2.50
M = Mathematics Sci . = Science




PRE AND POSTTEST FREQUENCY














1.1 2.0 1 0 0 0 1 0 0 0
2.1 3.0 0 0 0 0 3 1 0 0
3.1 4.0 0 3 1 1 5 3 0 0
4.1 .50 5 5 6 6 3 12 5 0
5.1 .60 10 9 8 12 5 7 17 7
6.1 7.0 6 9 5 9 5 6 4 13
7.1 8.0 2 3 0 3 0 5 1 9
8.1 9.0 0 4 0 1 0 1 1 3
9.1 10.0 2 1 0 0 0 0 0 2
10.1 11.0 0 0 0 0 0 0 0 0
11.1 12.0 0 0 0 0 0 0 0 1
12.1 13.0 0 0 0 0 0 0 0 0
Mean 3.86 5.28 2.69 4.72 2.47 2.47 4.00 6.31
SD 2.78 1.98 2.53 1 .98 2.34 2.33 2.31 1.71
M = Mathematics Sci. = Science















1.1 2.0 5 5 3 3 2 3 4 0
2.1 3.0 5 8 4 10 4 7 3 7
3.1 4.0 6 8 3 6 6 9 4 6
4.1 5.0 2 3 3 6 5 8 5 7
5.1 6.0 2 3 0 2 0 0 2 5
6.1 7.0 0 0 0 0 0 0 1 3
7.1 8.0 0 0 0 0 0 0 0 0
8.1 9.0 0 0 0 0 0 0 0 0
9.1 10.0 0 0 0 0 0 0 0 0
10.1 11.0 0 0 0 0 0 0 0 0
11.1 12.0 0 0 0 0 0 0 0 0
12.1 13.0 0 0 0 0 0 0 0 0
Mean 1.46 2.06 .91 2.14 1.37 2.17 1.66 2.94
SD 1.60 4.40 1.38 1.57 1.59 1.49 1.89 1.91
M = Mathematics Sci . = Science




PRE AND POSTTEST FREQUENCY




Grade pre post pre post pre post ore nnc f
1.1 2.0 1 1 0 0 0 0 16 1
2.1 3.0 1 2 0 2 1 0 1 6
3.1 4.0 1 5 4 3 0 0 0 4
4.1 5.0 2 4 0 0 4 3 2 3
5.1 6.0 4 2 0 1 5 1 2 2
6.1 7.0 4 1 2 1 5 7 0 2
7.1 8.0 2 6 4 7 2 2 1 3
8.1 9.0 5 3 5 3 1 1 0 2
9.1 10.0 2 4 4 2 2 4 0 2
10.1 11.0 0 0 2 3 2 1 1 1
11.1 12.0 0 0 0 1 0 1 1 3
12.1 13.0 1 0 1 1 3 4 0 1
Mean 4.06 4.40 4.57 4.80 4.83 5.13 1.83 4.83
SD 3.59 3.15 4.06 4.03 3.88 ^.27 2.74 3.67
M = Mathematics Sci . = Science

















1.1 2.0 0 0 0 0 0 0 0 0
2.1 3.0 2 2 1 1 3 1 0 0
3.1 4.0 7 4 5 4 7 6 4 1
4.1 5.0 8 13 11 9 10 11 2 7
5.1 6.0 8 3 3 9 3 6 13 8
6.1 7.0 0 5 2 1 0 3 2 8
7.1 8.0 1 1 0 0 2 1 2 2
8.1 9.0 0 1 2 1 0 0 0 2
9.1 10.0 1 0 0 1 0 0 0 0
10.1 11.0 0 0 0 0 0 0 1 1
11.1 12.0 0 0 0 0 0 0 0 0
12.1 13.0 0 0 0 0 0 0 0 0
Mean 3.14 3.56 2.89 3.29 2.67 3.31 3.36 4.41
SD 2.23 2.17 2.39 2.41 2.08 2.05 2.71 2.58
M = Mathematics Sci . = Science




PRE AND ROSTTEST FREQUENCY
DISTRIBUTION GROUP SECTION-B
(S.S.) (Sci.) (L.Arts)
pre post pre post pre post pre post
1.1 2.0 0 1 0 0
t''
2 0 1 0
2.1 3.0 3 3 0 1 2 1 0 0
3.1 4.0 2 5 3 4 5 2 3 0
4.1 5.0 6 11 10 8 4 16 4 3
5.1 6.0 7 9 5 10 6 6 9 11
6.1 7.0 4 3 6 2 1 3 5 13
7.1 8.0 0 0 0 1 0 1 4 3
8.1 9.0 0 0 1 0 0 1 0 0
9.1 10.0 0 1 1 1 0 0 0 0
10.1 11.0 0 0 0 1 0 0 0 0
11.1 12.0 0 0 0 0 0 0 0 1
12.1 13.0 0 1 0 0 0 0 0 0
Mean 2.97 4.17 3.53 3.72 2.03 3.75 3.58 5.25
SD 2.78 2.18 2.54 2.51 2.12 2.02 2.57 2.45
M = Mathematics Sci . == Science
S.S. = Socia'I Studies L.Arts = Language Arts
Population = 36


